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ABSTRACT

- This study considers recent research in human
development and behavior, synthesizes commopalities across the
research scurces, and draws implications for art education in the
classroom from kindecrgarten through grade 12, The research findings
in cognitive development of Jean Piaget and Jerome Bruner are
exanined, together with other sources concerned with perceptual
development and the stages through which the growiang child
progresses. The aspects of creativity, including originality,
fluency, and flexibility, are discussed, as well as aesthetic
development and children's responses to viswal stimuli and their
draving development from making simple marks on paper for the
enjoyment of movement to the endecstanding of asymmetry and
perspective. The implications of these stages for the art education
curriculum are explored at various grade levels, and recommendations
are made for appropriate strategies, with abundant stimuli provided
for the beginning grades, effective aesthetic training beginmning in
the fourth grade, and emphasis on relevant, in-depth studies in the
seventh and eighth grades, together with the development of attitudes
and values. Finally, a model lesson for fingar painting in the second
grade is examined to illustrate the use of baikavioral objectives in.
the art curriculum. {(MBHM) :




Everything You Ever Wanted To Know About Art Curriculum... But Were Afraid To Ask.
U.S. DEPARTMENT GF HEALTH, 3 H i 5
EDUCATION & WELFARE by Edlth Curtice
OFFICE OF EDUCATION
THIS DOCUMENT HAS BEEN REPRO-
DUCED EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIG-
INATING IT. POINTS OF VIEW CH OPIN-
IONS STATED DO NOT HECESSARILY
REPRESENT OFFICIAL OFFICE OF EDU-
CATION POSITION OR POLICY.
Anyone in teaching, and particularly those of us in art education

lnow how vitally important motivation is. To appeal to a child's sbiu—

siasms, and excite his imagination is to capture and hold his interest.

ED055985

Well, motivating a child is one thing, and motivating adults quite anobt-
her. S%till, we were hoping the principle would hold true which explainsz
the title.

Interest in reading an article with a title like this seems to indi-
cate an interest in either sex or art education. Not that one necessarily
negates the other-=but we are assuming that your interest is art education,

The purpose of this study is to consider recent research in human
development and behavior, to synthesize commonalities across tne research
sources, and draw implications for art education in the classroom from
Kindergarten through Grade 12.

This dées not msan that this is a complete or only answer to curricu-
1lum development. It is an atbtempt to assess components of child behavior
to serve as the basis for a curriculum in any given subject area. We
questioned what implications this develppmental‘research had for our field
of art education. How indeed does this research apply to a practical

- glassrocm gituation?
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. symballzatlvn parlgd cf developmsnt 1nclud;ng d951gn concep g

: ative qcncagDSs: HiS lntellectual actzv;ty 15 ba}ed upnnt

=2 -

Pesearch findings in cognitive development, or how a child thinks,
are aszential tc an adequately sound art education program., Two men who

have made significant conbributions to this area of study are the Swiss

- psychologzist Jean Piaget and Harvardl!s Jerome Bruner. Piagel's individual

case studies were for some time considered of little value until the re=-

_sults of Brunert's group studies confirmed similar stages of development in

children's thinking. Both men identified similar stages, giving them aif-
ferent names, however tﬁe divisiens'are in roughly the same places and the
generalizations within érenrgmakkably similar. A certain amount of over-
lapping of stages is ineviﬁéﬁle and should be expected. We would like to
draw a few generalizations common to both menfs work.

Both Piaget and Bruner characterize children from birth to two years
of age as responding to the world predominantly through their senses.
Obwiously we can let the patents handle this beginning stage.

During the second stage, the child is able to represent the world to

himself by an image or spatial schema that is relatively independent of

'action. This involves the ceordination and internalization of perceptual

actions that have been on a cdﬁ;ﬁeta obiject--an object that really emzists

and one that the child ¥nows., His*ccncegtraticnfon the surface qualities

of his environmeﬁt and conservation of tué e properties through imagery

saems"to,qcnétitu e 5 stage of grawth tha* brldﬁes the gaﬁ between the

féﬁaetive staae and ths guage-satarated phasa of later cﬁlldhacd“ He

begiﬁs to ses,mcre than one cbiact at a tims and can relate sje o - tha
cherfin'sﬁacé;, |

“The third dnd las f ar development s the ilrst time the chlld

ana a pr321—
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operate on hypothetical propositions rather than being constrained to what
he has experienced or what is placed directly in front of him.

Both men tell us that the child we work with during the school years
comes to us with a fairly coordinated mental image of the world, one that
is non-flexible., He is self-centered and can cope only with the immediate.
Ls the child matuves physically and mentally so does his verbal and graphic
language, He becomes dependernt on & schematic interpretation and represent-
ation of his world., With an increase in visual awareness, he becomes con-
fused in discriminating between what he knows and whabt he sees.

Some, but not all children eventually pass to the stage where they
can think philosophically and abstractly. For the most part, then, in the
elementery school we are dealing with that student who responds best to
that which is immediate or concretz. In the junior high school we find
students who are fluctuating between the concrete stage and the formal
staze, One day they may oggrate one way, the next day the other, depend=
ing on a multitude of variables such as the problem itself, the student's
readiness for handling the problem, his emotional mekeup, and other psycho-
logical and sociological factors. In the high school, then, we find our-
selves dealing with three types of students: one still respanding to the
concrete, one dealing with abstraction aﬁd symbolism, and one still fiuc-
ﬁuatlng between ths bwa. “

Pereeptual devalcpment deals with the- proress of information handllng.
:Wé've Qhosan three saurces that p“ﬁsent some : ¢ommon 1deas as well ag “their '
own speclflc areas cf emqmras;s;* - v | »v

. we begin w1th Erostig because sne 15 concerned Wlth the ygung chlldi,r
Sha fuund that the Ghlld develnps hls motor skihls fram birth tc age twn,"

'~:h1d speaklng SkllLS f*om.twe to four and h;s perceptual sk;lls ;TD@ faur




wlim

to seven., Since ‘the child is in school from age five to seven, the develop-
ment of these perceptual skills becomes of primary importance in the class-
OO,

She describes the five general areas of perception that need to be
emphasized as 1. coordination of vision with bodily movements, which is
usually accomplished through the physical education program 2, seeing an
object in relation to its background 3, seeing an object as posses sing dif=
ferent colors, sizes and shapes due to the position of %the object, the
light and shade cast on the object and the distance of tﬁe object from the
observer L. seeing the relationship of an object to the observer and
5. seeing the position of two objects in relation to each other as well
as to the observer.

According to Frostig, these four areas of perceptual development are
best presented through art experiences and she emphasizes the importance
of working with them in the four critical years of perceptual development,
from ages four to seven., |

Witkin's studies have yielded information for determining the direc-
tion that growth in perception takes. His theory is that therycung child
is field-dependent, dependent onrvisual_cuasg or what he sees. As he
matures; he becomes nore fielé;indapandent. Whiie still ﬁsing visual cues
in a mcfe efficient way, he now responds thrcugh all his senses- tcuch,
swell, hearing, in addltlon ‘to bodlly cues Whlﬂh were nat used. at- all 1n
the fleld-ﬂepapdent stage. There is alsa a movement f:gm global tc an=. -
'alJtic parcepuicn, w1tn the ydung ch11d per391V1ng global;y, ; terms of :

'whaiﬂs,rand the yﬁung adalescent beglnnlng to perceive anakytlcally or H
~in terms of ccmglexltyi s ' o

_".Thi “é . extended o a certaln degree Wlth ArnhELm‘s findings
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who indicates that growth in student perceptiaﬁ is characterized by the
development of the ability to handle more complex information. He recog-
nizes something innate in a child's visual perception and contends that
there is everything to be gained by helping the child develop hls percep=
tual skills. The child's actual seeing process is not that much different
spom that of an adult, He does, however, rely on a visual bagis rather
than a conceptual basis for expression, and lacks tThe technical skill
developed by the adult, Arnheim proposes that we see in wholes most of
the time, noting cnly as much detail as is necessary, or &s our learning
and experience have prepared us to see.

He further indicates that the young child perceives globally, homo=
geneously ordering what he sees. As he becomes more and more aware of
outside stimuli, he begins to differentiate between global perception and
individual cases., A+ this time a pictorial counterpart is invented for
what is seen. Uncertainty of intuitive perceptual judgements causes the
child to make the move from homogeneous visual ordering to that of coordi~
nated ordering, arranging what is seen in order oi importance.

By the t;me the student reaches fifth or sixth grade, he is moving
in the direction of seeing things true to the apt;sal. He sees the come
plexaty of ferms. fThe whole ié-éanceived =S one céﬁélax. He becames in-
_vaived in a hi eraﬁﬁhlcal crdering of visual stamull, exhibits a more con-
trolled playlng w:th the elements of design, and on the:ﬁhole can be des~
jcrlbed as raacning a: rather abstrart realm of handling v;sual 1nformatlon-
Again it must be stressed that all chlldren Wlll nat reach thls mnre ab~ |
"_stract stawe of thinklng at the same tlme. Msny w;l‘ stlll need concrete

stimull ta aﬂd them in . 1nformatlon handllng.

Studles conducted by Paul Mussen in the area of psycho—mnﬁor actxv;ﬁy



wbu

give us needed information on muscular activity. His research itells us
that the very voung child or infant® has 1ittle or no control over nis
motor activity. Ile gresps, Squirms, pulls, twists and kicks. Thariug
the first two years of his life a rapid amornt of growth takes place,
especially in the upper parts of his bodya.

Ffom two to six years of age zrowth becomes more gradual, with muse
cle growbh accounting for 754 of the gain in weight of the five and six
year old, This increase in strength becomes important in selecting ard
activities that will be challenging to children at this level.

Between the ages of six bo ten growth accounts mainly for a lengthen~
ing of the limbs. This lengthening combined with maturation, practice,
and learning seems to improve motor coordination., Increase in muscle
growth gives the child the strength and motivation to pursue all kinds
of challenging skills. Environmental and cultural factors seem to in=-
fluence the direction taken for further manipulative developnent. For
inshance, boys are encouraged to attempt challenges involving the use of
strength and large bcd;ly movements, wnile girls are gﬂcatr~ﬂed to pursue
skills involving very controlled finger dexteribty such as sewing or knite
tlng. ; ,‘

After eleven ymars Qf age’ there 15 a grawth spurt and with puberty
comes a rapld ;ncrease in, ﬂlandular change.. The physlque indirectly ef?,;
fects the develcpment of personal¢ﬁy characteflstics, attltudes and emo-. .
tions. The emoulans often fluctuate fron hau o hour and d&y to day .

" The happy=gc—¢ucky ch;ld cf Mhnday is gztan the sad degected Shlld of

Tuesday.‘ Gaad motar skllls are develapad at this tlma, hcﬁevar tha seﬂf—
ACGHSG16USHESS of the adolascent perlad has a dlrect effect an overuLl

r'cqardlnation.: Tfipplng ovor’ chalrsg 591111ng ucntalners of" liqulg aﬂd



Ynocking things over become everyday OCCUTrences. As students draw closer
to full physiological maturity, an accompanying increase in sex drive can
cause some major adjustment problems, a statement any high schocl teacher
can surely attest to., The students! social world broadens., He can main-
tajin friendships and acquaintances, and in sc doing develop and broaden
his attitudes, customs and value SYSTEMS.

When we refer to aspects of creativity we usually mean originaliby,
fluency and flexibility=--and pather than tallding about teaching oz reativitys
what we usually mezn is providing opportunities for creative growth. Much
research has been done in the field of creativity, and for our purposes
we have chosen Torrance'!s work to serve as our guide, Torrance found that
at. the primary level children need creative motivation by teachers and
respond to such motivation much more than do children in the intermediate
grades. In the first three grades originality seems to be ruch ereater
under unevaluated conditions, In all grades other than fourth and f£ifth
ereative responses seen highest in competitive situations. Torrance found
that fourti graders tend to show a slump in creavive behavia_, yet ere
usually very flexible and very original when not being evaluated. They
have little arlglnallty under campatltlgn. Their creative dallneatlon

is much more complex than at an earlier age, due to th3¢~ chrease in

_ perceptual,aﬂareness. In grades flve and six 1t was Iaund that Students

respond more favoraﬁyy to creatlve peer evaluatien than t@ crltlcal pear

avaluat;an. In flfth g:ade the grgup evaluatlcﬁ 15 nat really crﬁtlﬁa¢

1

' 4o the creative tasks and usually depends on the task bPlng done.»

Aruitoxt provided by Eic

Alﬁhcugh seventh graders are 1ess 1nclineu toward craatlve'behaviar,_

‘-—-(

by eighth grade creatlv1fy is enhanced by uulng all the senses rather i

'than*just tha visu31”sense¢‘ Thls is partlaliy due to th31r ablllty to

ERIC




apatract and make use of symbolism. Noar +he end of the high school period
there seems to be a slight slump or leveling off of creatbtive development.
This slump appears to be due To an increased need for peer approval, iden-
tification with peers of the same sex and conformity to peer norms. Ac-
cording to Torrance, evidence suggests the possibility of reviving creai=-
ivity at any age with proper conditions. The problem, he states, is that
many who have not had creative training have lost the urge for creative
expression as well as developing a stability in btheir responses to the
cutside world.

hesthetic development is currently receiving much attention, howevexr
almost no ress=arch has been done vielding specific information regarding
this developmente.

Wetve used Tcvin Childt!s work as our limited source of research in-
formation. Child discovered that when children were asked to respond to
visual stimuli by making judgments they way they thought artists would
make the judgments, as well as to respond with personal preferences,
kindergarteners' réépcnses in judgment as compared to preference were
about equal, In other words, théy thought the experts would fespcnd in
Judgment ‘the same as they wvuld respond in thelr own 11kes or disl:kes.

: Generally'spéaﬁlhg,'ln 1-1 g ades there was systematlc dlsagreemsnt
with the experts, though by hlgh school the respdnses were a b;t 1mproved
due to the varlable of chance. i | v

Chlld found fourth grada or age ﬁlne Ehe 1cwsst level fcr effect;ve'{

' aesthet1c trainlng.v This is very 1mncrtsnt ta us since thls flndlng im; -
”?Pllés that thls faurth grade 13 the flrst time g can effectlvely begln .
7 iaesthet1c tralnlng in aur prccramsa: Grades 1 - 6 cauid see 11tt13 dlf-  ,‘

| [iference between th61r own preferénce agreement With ezperts, uﬁtila




'wfraarllest pattérnlng 6f these mntor act1v1tles. ‘LarksHorcwitz_1dent1fiev

G

the upper srades 6 - 12 could make some distinction between personal
likins and meking an aesthetic Judgment.,

By seventh grade there seems To be a rise in student agrecr-ut with
expert judgment. This rise continues till grade 12, especially wilth the
girls, and according to Child, is due %o the students! incruase in inds~
pendence as well as their increase in tolerance of complexity. A signi-
ficant fact for art teachers is that Child did discevef that with traiaing
all grades from 5 on showed subssantial shifts toward agreement with ex-
perts.

Drawing development has been widely studied, MNcFee!s research indi=-
cates only a very general concept of arb growth as & series of develop~
mental stages can be used. Past experience, environment, and many other
variebles do not follow an age pabttern. Harris and Tark-Horowltz have
found through their studies, that there are 3 rather geﬁeral and overlap=-
ping, yet significant stages of drawing development that 2 child passes
through. Ieowenfeld found more stages but for simplificéticn sake his
findings will be incorporated in more general terms.

The first stage consists of making'mafks,cn paper for the simple
enaoymanﬁ of kznesthetlc mavemgnt.; icwenféld calls this the scribbling.—,
stage. These o“lginate as rEndcm marklnﬁs, then develon 1n+ clrcular
mavemsnts Whlvh 1ead to floatang serlbbies 1ndlcat1ng a rctary sande of e
space. Ferther development EKhlbltS verﬁlcal and horlzontal marklngs, ;A

standing marklngs, the prlmal cross, ﬂalklng or zlgzag marklngs, all 1n— S

'dlcating gome crlsntatien in space. ﬁarrls believes that some fundamentalv'V“

1”igure—graund relatlcnshaps operate 1n percaptlon coin

‘ﬂ'scme characterlst;cs ef thls development ,Ln.indicatlon cf transp:

oidentally with the ..
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is relatively »are in the child under 5 years of age., During this age,
the same shape is Irequently used to indicate more than one object. The
naming of the objects usually comes after the drawing, There is no con=
ception of proportion or composition.. Although the child might verbally
indicate some relationship to space or depth, it is not evident in the
soribbles. He doesn't even notice the relationship of light to dark. He
uses color for the sake of using color, preferring milti-coloredness of
i or more colors., His drawings are full of movement, indicating much
motor action. ;
During the schematic or reproduction stage, the child attempts to

depict reality as he sees it. As the child matures conceptually so does
his drawing, Motor behavior guides the production of the preschooler; out
after entering school, the child's drawing reflects his cognitive skills.

He draws only partially what he sees, influenced more by the concrete

features of objects and his memory than by abstract pf@perties. Culture
directs the kind of realism the child attempts in so far as an effort is
made to reproduce nature or to make use of cultural symbols in the art-
work.

As the child matures, so do the characteristies‘cf his art work.
Transparency occurs frequently as 2 tendency uG show as much as p9351ble
of an object whether the parts are actually-v1yible or not, There is an :
increase in the develapment af a graphlc vgcabulary as a means ta an end,

her thaﬂ as a gcal. : “opornlqn 13 1ncorrect. Tne Ghlld 1gncres cb-
| vservatlons and experlences ‘he feels 1ncapable c; handling and substltutes'

‘ them w1th adeas and feelings. Gompos;tlcn remains unargan;zed in ﬂhe

_1Qwer elemaqtary gradas w1th QDJEGtS scautered as Separate ERtitl‘gﬁ

> 'Later they erevput 4n. single ‘or mult:ple “stand llnesl“ achleTQVgraiséit;i';”:"I,”




of spatial order, The child responds to a central thene, arransging the
details in relation to the whole. There is & striving for clarity in an
attempt to Iit his reprasentavions into a grid as a means of clarification.
Spatially, the child begins to grasp certain relationships about con=-
crete things. Piaget calls vals the concept of topological space. Spec-
ifically, this means he's gaining an understanding of proximity, how close
objects are to each other: that each object is different from others or
seEarated, that objects can appear in a kind of succession or order, that
things can be seen as surrounded by something elss which is enclosure,
and that something such as a line can be seen as a conbtinuous on=going

entity, or as having continuity. Some difficulties with conjunctions of

dissimilar lines, circles and angles, and proportion and perspective still
occur. The child usually omits any indication of light and shade. First
choices of color are based on their being pretiy, the favorite, easily
available, or unusual. At about 6 years of age, color begins to be used

to represent the actual color of an object. It relates to reality. Al-
though drawings appear to be stiff, movement is suggested through the bend-
ing of limbs.

Gradually he moves from a linear ordering of objects to the concrete
operations stage. ﬁis “eliance shifts from this topological emphasis to
the use of *uclldsan apatlgl relatlgnsh;ps. Someréhiidren begin to coor=-

‘dlnata perQﬁectlve, bacéming mcra effi ;ant at anaLy21ng their Wﬁflﬂ in
fra visual mannsr, whlle cthers sb;ll cllng to tne less effzﬁlent glcbal
’manner ci percsptlan. | 'hi : : ' o

7 Tpe maacr cnn;arn for the child dur;ng the Lllus;Qnary or true-tc;,;
 'appéarange stage 15 the usa cf graph;c elemants Lc produce aESuhet;callf.A

plea51ng effects as Well as to cammunlcaﬁs cgmeeptually'to athers. Thﬁra




is a decrease in graphic vocabulary and an increase in correct proportion.
Wherever proportion has not been completely nastered, details are dgnored
or glossed over. There is a concern for the arrangement or layout of

the work. DBefore 12 years of age, arrangement is very syrmetrical. AfLter
12 years, abtempts at asymmetry are made., Overlapping is used as a means
of clarity and perspective becomes quite good. There is mors Inuerssiy
and understending of 1light and shade, WMovemen® is seldom indicated by
suggestion. Instead, the child attempts to realistically capture the
fleeting movement or appearance of Things.

This stage is characterized by a variation of the true local color.
There is more discrimination in the choice of colors as well as more
modification of hues and values. A gradual restriction of colors from
2 or 3 somebimes develops Lo a monochromatic choice. Contrary to the
vivid color preferences of the younger child, the older one prefers more
subdued colors.

Although the child goes through 3 main stages of drawing development,
the school. years during which we work with him find him primarily in thé
second or schematic stage with fewer than half of the 15 year olds ever
getting to the third stage. Their>art experiences therefore must be con-
crete, meanlngful, and 1ntera;t1ng. Interest preferences are indicated
jn the art products. The rural ch1163 for example, usually shows a

rreatar preference for landscape. He shcws an aﬂm;ratienv;or the nauural

37given achool system.

Far cur Purpcses a few verv general



Tn the primary and middle grades, the childt's undersgtanding of learn-
ing experiences take place most of the time in the regular classroom. It
is important to enable the child to more easily make this transition from
the classroom learning enviromment to that of the art poom. It might help
if we provided something concrete and important to the child for him to
identify with such as a speclal place to work, his own display area or
some specific objectives stating what he's supposed to be doing. DBecause
of his increase in awareness of outside stimuli, the art room must also
provide en abundance of stimili as well as the ppportunity to ezplore it.

As the students increase in social awareness, opportunity for group
work is neadsd: smell groups, large groups, whole class projects. The
opportunity to work alone and sometimes away from the involvement of
other classmates becomes very important due to the fluctuating emotions
of the child evident especially during adolescense. With their problem
solving abilitges increasing, a variety of stimuli from which the s tudent
can personally choose, can provide opportunity for each individual o
become quite involved in his own personal interesis.

.Our second area of implications is that of projects. As the child
beglns to interpret his world in concrete symbels, meaningiul projects
need to be Qased gn that with which he is. famll;ar and considers of value,
Draw1ng, palﬂtlng, and mﬁdellng will. prgbably be of 1nterest to hzm. His

wark is usually 1m1tat1ve and reprcductive ratlﬂr than ;maginatxve- Al—

‘f;thaugh he is ntaasehfiinterested 1n the reai, cgncreteiabaecvb: he
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The fourth erade child, for example, is beginning to be able Lo ses
objects from a single point of view, therefore he ought bto be given prac-
tice in this kind of seeing. He might, for example, be asked to observe
and draw simple 3-~dimensional objects as they are moved from side ©o sicde.
Ways of helping him to porirzy space such as overlapping and working with
planned coler changes could be introduced. Dealing wibth differentiabing
colors, contours, vextures, and shapes also aid in developing his visual
awareness.

He is concerned with his self and his immedi. e physical environment,
two areas that can be extended through many types of projects. Finding
natural or man-made objects for observation of details, classiiying the
details, discussing the findings, and making related drawings, are just
examples.

Beginning werk in aesthetics could also be started here, since tals
is the lowest level for effective aesthetic training. In fact, discussion
of onels own and others' art works in terms of similarities aud differences
in the usage of the elements of design becamgS‘very'imporﬁant.

As the child progresses to seventh and eighth gr%adé3 we find students
who are shlftlng into, or are well 1nt the formal operations period. In
order to meet the needs nf the students, twn iifgféﬁ%aagprcaches to
Elaaects must be taken. We have just dlscussed some p0531b111t1es for

 those Stlll deailng w;th ‘the cgncreﬁe.¢ To avcﬁd maklng the students Uncont=

fﬂrtabla With the tWﬂ apprcaches b g takens bctn mustabe clathad wmth

”3as mush of a- feellng Df raievan_y and currency as can bé dev1sed. Aéua

;Ian the yesterday S0.-

hs hsre and ncw-rathe

~3‘udents ara concerned ﬁiﬁh'

In éapth stud;es rather



Communicating conceptually and realistically through advertising school
functions, meking posters and films, constructing aprchitectural solutions,
delving into ceramics, Jewelry, or Priﬁtmaking are just some af the
possibilities that might be of intereste.

The two different approaches to projects needed at the junior high
level are =till necessary at the high school level, although there is
usually a larger group of students ready for full involvement in formal
operations, Suitable projects mst be avolved for those still clinging
to conerete operations, such as mentioned beﬂﬁfeg with challenging conde
itions being provided to assist them in moving on to the later stage of
formal operaitions.

Projects for those in this loter stage should emphasize art and its
place in our world today=~calling attention to todayts problems and devis-~
ing possible solutions. These students are concerned with thought and
find such projects as city planning and the maldng of painitings and draw-
ings with social content very stimilating.

Our third area includes that of mediz. The gain in physical strength
and motor coordination lends itself to working with matérials on a larger
scaﬁe as well as working with materiils necessitating this physical

strengtn such as large palntlngs, wued working, murals, geram;cs, WEEVIDE

' and printmaking. As the abil lty to. differentiate between the whole and

‘the parts progressess a uore aﬂalytiﬁal appvgach to fqund cbgects can be ~ v'

_'used by attempt;ng mﬁre deﬁa;led draw1ngs. Mgtcr-cagrdlnatlcn develépa .

' .5fthreugh practice, s0 art actzv;ties should prﬁvide”a w1de varlety of 2 and'.ff;;
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Te student!s intellectual and mobor development allow him to ap-
proach media on a more in depth level. The ability to think more ab-
stractly allows for more transfer from concrete to abstract experiences,
for egample, from realistic drawings of an object to abstract interpret-
ations of the sams object, in black and white, in color, or perhaps 3-D
interprstations of the object,

Working in depth with materials he's familiar with as well as those
he may find of interest including jewelry, photography, textiles, film
making or ceramics become valuable when the student can pick an area of
his own for further exploration.

Our last area of implications deals with that of developing atti-
tudes and values. This is of great importance to us today.. .especially
with the current emphasis on bringing about a more humane school environ-
ment, Bruner suggests that we increase tthe inherent interest of the
materials taught, giving the student a sense of discovery, translating
what we say into thought forms appropriate to the child, What this amounts
to is dPVElQplng in the zhild en interest in what he is learning and with
it an apprepriate set of attitudes and valués about ihtellectual actﬂV1tles
in general.“r‘

When the child enters sehnol the art teachev's flrst jcb is to debar-

mine h;s level of attitude developmsnt tGI *d art and tnen proceed from E

thaﬁ'pcint. Pre entlng much caﬁ“*ste meanlngful axperlence from ths

,ch;ld's envlr nment w1ll helgAthese 1n ths concrete gpf;atlons stage tg

1awaren635 through

successiul evyer;enre w1th media and avaluat;cn discusSlcns cauld{increase
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important here, not only because of what she says, but how she says iv,
and the expression on her face at the time., Somehow a Jukewarm response
to a child's enthusiastic creation and a greater concern for : “tled
paint will never convey to Johnny that his work really has any value.

The child's ability to think abstractly indicates a readiness for
exploration of attitudes and values on & more objective and philosophical
basis. Because adolescents identify so easily with models, it is impor-
tont to present them with a variety of models they can identify with, in
terms of becoming aware of the place of the artist in his world. This
variety should probably span the range from so called far-out arty types
to the more conservative scholarly types. It is during this later stage
that value commitments in rezards to art as a.whole, artists and art prod-
ucts are being made, The development of this value system is quite com=

plex moving in the direction of igternalizaticn or to the point of the

values becoming a part of the character of the individual, This obviously
is a level not all persons ever reach,

These im@lications for classroom use have been stated in very general
terms, yet they serve as the link between research and art cuorriculum. |

This seems to be the peint whére sémantics enter the picture and argu-
ments begin. We can probably safeiy‘assums tha%lthe'gver-whelmingAmajéfs
1ty of ;nfarmed educaters are famlllar ﬂlﬁh the term behav1eral cbgectlves;}
Ta sore they canjure v151ons af a technélaglcal glant rea&y to swallew

V,,uﬁe natlon‘s childre whcle, d;gsst theﬂ thraugh sams camputerlzed urccess,;

*t@ be regurgitatsd ln the image Qf some tyrannlcal teacher. Others DOW

—

":g;tg;the;syspgmvasrt@;a pewvﬂass;ah,tgaga 18 of to*al absalvemsnt cf ths



o

evalvating change in student behavior and as educators that is one of our
primary concerms, Substantiating behavioral change ssrves other purposes
also. As Dr. Jack Davis states in his recent article, in Issues in ATr®
Education, "The position and status of art in the total school program
may depend upon the ability to of fer concrete evidence of change in stude-
ent behavior.! This can be doubly important for a discipline such as ours
which traditionally has had to fight for its very existence in public
school curriculum. Probably the most familiar name in pro behavioral
objective literature is that of Robert Mager, who indicates that an in-
structor might not have to do much else if he would provide each learner
with a copy of specific course objectives. Specificity is of prime import=
ance to Mager. He asks: Are the objectives meaningful for the students?
Do they communicate exactly what is expected? Can the learner be sure of
what his beacher expects as terminal behavior, under what conditions and
to what degree of success?

Unless this specificity requirement 1is mew, Mager proposes, there will
be students who are in doubt as to what the teacher expects, and teachers
vho will be evaluating what has not been taught,vleadiﬁg to extreme frustf—
ation for both. |

Rcbert.&rmstrang has developed a structure of variables lncluding the

: aifect;va and psychcimotar ammalns, whlch appear to prQdee a more c@mplete,
systam or guide for analy21ng behavior than that af the cggnltzve algna.
VWithlﬁ thu strucﬁura, the ccgnitlve dcma;n, emph351zlng student mental ahd

intelléctuﬂl processes 1ncludes the varlables 6f knowiedge, cemprehenszan,

';Qia;pllcatlon, analys;s, synthes;s, and evaluatlon. Tba affecthE damaln,-

- 7i.;mgre nabulaus, buﬁ eqpally 1f net mgre ;mpartant than the cognltl?e, 1n—;?fﬁ

”emo 1ons, and values

;q-‘ ;fajt;?: 

 ;J?c1udes behavicrs WhlGh prlmarily empha ize attltudes;




and are reflected in the interests, appreciations, and adjustments of
students. AfTective variables are those of receiving, responding, valuing,
orzanization, and charscterization. Obviourly these are appreciably less
sasy to observe and evaluate. Psychomotor behaviors emphasize neuromuscular
or physical skills which involve differing degrees of physical dexbexr Py .
Variables in this area include fregquency, energy and duration.

These are two fairly well known approaches 1o the area of behavior. .
objectives, There must be literally dozens of other authors who have their
own mebhod and model for classroom application. The final model we have
chosen to use in applying to an art lesson is one developed by H, H. Mehshan.
Thie model is concise and understandable and most importent for those of
us in art education, offers an optional criterion level for evaluation.

The art beacher who wonders in vain how to determine whether or not "90%

of his students have reached 90% mastery" in & particular area of expression
will find the open-ended minimal level model of great help. JEvaluation

step E-1 asks for a description of the desired performance, activity,
behavior or instrﬁméntatian assuming cgmpleticn, buﬁ not necessarily an-
expected success level or criterion., This we feel can be immensely ﬁseful
in dealing with variables in the affective domain.

A3l this specificity and verbagé,abéut objectives dis seen by many £6 
be a deterrent tckthe very fieedém éﬁd spénfanéity'WE assgciate}with Childv
arte T should be stated here that ohild art is many more th:m:rs than

 frsadem and sgantanelty. It shculd be no 1es#kf{ee by belng a; dlsclpline.

E ;T+ shauld be no - 1ess spontaneous by balng a learnlng experlerve.v

ribed e~‘115r; j

DA

I.et's begm our. ar‘b 1esson mth the. Mcé.shan model_ desc

v'“.;ﬂsfve chcsen a secund grade class and:a 1essan__n‘f1ng T pain_lngv ;Refer-{{f,"'

ta cur research ard leek;ng at develapmsntal charactarlxrils at the




second zrade level, we find that there are certain thiigs of which we
should be aware before considering any lesson. The typical second grader
ig in the concrete representational stage of development; he percelives

his world globally, and is in need of activities which will aid in the
development of his large and small motor coordination, He reacts o

his environnent through a2ll his senses, needs and is much more responsive
to motivation than he will be the next year in school, and his originality
thrives under unevaluated conditions. The objectives for the art lesson
are written as indicated in the McAshan model.

As the basic objective statement for the lesson, we find that ws
irish "to increase the manipulative skills of second graders through finger
painting," That sounds quite explicit--but %o make sure there is no
misunderstanding, we will complete the next section, which is a check on
whether we have really commnicated the goal. a. Who is the learner?

- second grade students b, What is the program variable? - manipulative
skills in using finger palnt. ¢. What are the implied behavioral do-
mains? Surely the cognitive, as the chl;d listens and thlnkﬁ abauu
demcnsﬁratlans on wetting paper and choosing amounts and colors of paint.
of saursas the psychamat@r, as he experiments wlth different armauai,

flstéual and manual ways of creating paﬁtern and desigﬁ with his color.

' And what about the pure affectlve sllnpery gcy of squeeaiﬁg and 8qu15h1ng

all that caler between ‘his. f;vﬁer§°

ch; now, shall we ‘evaluate hl% work? 5OT shall'wé?'fOf shall it bei7

a cc—evaﬂuatlon? Wé know from. our. 5vslgpmental research data that h;sf e

: 7creat1ve enueavars can. be squelchad by tco much evaluaticn at th;s age-

By ‘fuklng at steg Eml; we f¢nd that the=3tep is: grlmarlly a desc;lptlve

' v;avaluatlon::ather than gudgmgntal. -f'f~ e
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Has the child performed the activity desired, not how well? Is his
behavior the one called for in the basic statement--that of doing a fine
ger painting, not a chalk drawing. Has he used the asked for method of
dipping hands into paint and manipulating it upon the surface of a paper,
not by using a paint brush or ball of clay.

An optional statement might be: has he shown attempts to use his
hand in a variety of ways to achieve varied patterns, on thue side,
knuckles, seversli fingers at once or fist.

If we can describes him as having participated and not given a value

judgment as to whether he has used our favorite color, spilled two jars
of water or covered half the room with paint, that will suffice., At
this level and indeed, by adding more specific op% tional statements, for
| any level in art the criterion of 190% achieve 907 mastery" should nob
apply.

Written cbjectives do not eliminate the motivational aspects of
}geachlng—ethe tuxn—cn, mind blowing 6t1mulatlcn that is so importent to
a successful lesson. This aspect cannct be zigldly-stated or stractured,
~ as the teacher must be constantly aware of the reactions of individual
class members and be flexible enough to cope with them. Thus the 6bje¢a
© bives can remaln congtant but the teaching appraach may d;ffér accardlng -
to diffETEnGEailn class makeup. _' | o |
S The behaVLaral ngectlve system neg'not be the answer te all our. '
l%” ;;educat1ana1 Problems, but Whethsr we name 1t d;fferantky, apply 1t tatélly

or amend 1t partlally, it déSETvea Qur caﬂSlﬂeratlan..-,ff'f*=“

Hopefully thls attEmPt 0 brldg”bﬁhe byss between: relevant deveiﬂp—'rgfrw




